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Abstract
The subject of quality has been widely commentednomodern educational discussions: it
has been the object of debate among differentriatemal organizations and has been
revisited in the documents that regulate Mexicamcational policy. Especially at the
elementary level, there has been an ongoing dffaiefine what should be understood when
speaking of educational quality. One of the dimensiof the current debate that has served as
a condition for the emergence of the subject ofityulaas to do with the supposed completion
of the goal of coverage and the need to guaramteenty that all children get into school, but
that they also actually learn in their passageutinothe classroom. In this proposition, is
possible to observe a structural dislocation arel dieation of a new mythical space of
representation that promises greater fulfillmemiug; the possibility of interpreting quality is
created as a hegemonic imaginary from the particpéaspective of Political Discourse
Analysis represented by Ernesto Laclau.

Keywords: Educational quality, International organizations,odd Bank (WB), United
Nations Organization for Education, Science andute) Regional Office for Latin America
and the Caribbean (UNESCO OREALC), Education for (APT), Mexican educational
policy, National Accord for the Modernization of déhentary Education, Program for
Educational Development, National Education Progra@®1-2006, Political Discourse
Analysis, Hegemonic imaginary.

Introduction

In this paper, it is proposed to briefly deal witle establishment of educational quality as a
hegemonic imaginary that is currently relevant. #his purpose, it is reviewed what has been
debated during the last two decades, both in iatemmal organizations as well as with regard
to national educational policies, in relation te ttheficiencies in the educational system and
how to make up for these inadequacies. It is fat@specially on documents from the World
Bank (1994); the United Nations Organization fou&ation, Science and Culture, Regional
Office for Latin America and the Caribbean (UNESOBEALC, 1992); and Education for
All (EFA, 2004), all of them written for principaurpose of presenting the indicators and
factors that have to do with educational qualitythe national sphere, three documents are
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analyzed which guide educational policy: the Acoelthcional para la Modernizacion de la
Educacion Basica [National Accord for ModernizatwinElementary Education] (ANMEB,
1992); the Programa de Desarrollo Educativo 19982@QProgram for Educational
Development 1995-2000] (PDE); and the Programa dweatide Educacion (2001-2006)
[National Education Program].

After identifying the arguments put forth by intational and national voices regarding what
needs to be done to improve elementary educatids,dossible to link the arguments that
allow me to point to an educational crisis thatdset® be remedied through the objective of
quality. This is necessary in order to focus laterone of the key points of the educational
debate: the change in priorities from satisfying #8ystem’s numerical needs, specifically
coverage, in order to propose the urgency of enipihgsnow the matter of performance and
effective learning in the classroom.

This proposition allows to observe in educationalliy the new mythical space of
representation where the educational sphere camefbected more fully, which also
constitutes the threshold for the characterizatbthis signifier as degemonic imaginary
widely used in the current educational framework.

The Emergence of the Meaning of Educational Quality

Since the decade of the 1980s, various differeencigs have been working on a great
number of viewpoints regarding the meaning of etianal quality or of the “variables” that
have to do with improving it. Some, as UNESCO-OREALhave focused on cognitive
processes generated in the classroom space; osuefs,as the World Bank, prefer to see
educational quality from a macro perspective anidhguexternal variables to the school
environment; that is, including factors relatingth® community and to educational policy
that have an impact on improving student perforreaas well as the exploitation of material
and economic resources from the point of view dfstebenefit”. The Education for All
movement has also offered educational quality atdics, with a special emphasis on the use
of international resources in poor or “developicguntries.

To give quality a meaning, every one of these aatevisited a series of educational research
studies carried out in the decade from 1980 to 1®@¥ferent parts of the world. That is, the
meanings for understanding educational qualityaicheone of these agencies were picked up
from different academic papers whose aim was toréigout the variables that contribute to
elevating children’s educational performance ateleenentary level. This can be understood
as the enunciation of floating signifiers availalde providing educational quality with a
meaning. In the case of the World Bank, in its doeatImproving the Quality of Primary
Education in Latin America and the Caribbean. Tosvétte 28' Century(1994), it specifies
that:

In general, at least 100 research reports have ideatified that were carried out for
the purpose of studying the factors that deterratheational performance. However,
only 18 reports written in the last 20 years spealffy include productive functions,
which provide a more objective basis for the stofiyhese relationships than those
that use other statistical techniques or qualisginalysis (WB, 1994, 1, 38).

For its part, UNESCO-OREALC, in its documeévieasuring the Quality of Education: Why,
How and For What?1992), posits that:

The publications that deal with the subject of duain education show its
preponderance in the discussions and research tin Banerica during the last
decade. Thus, toward the end of the 80s, theradrexists a quite substantive
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accumulation of data that show the central aspauder discussion and the problems
that are taking shape (UNESCO-OREALC, 1992, 15-16).

At the same time, EFA states in its docum&he Qualitylmperative (2004) that “in the
eighties, studies regarding the factors that determiffective teaching began to produce more
coherent results” (EFA, 2004, 43, 89, 77). Thusthiea documents referred to, which were
prepared for the principal purpose of offering emtin relation to what educational quality
should mean, it is possible to trace the processutin which the meaning of educational
quality was gradually developed: from the resultsresearch carried out by dozens of
academics and institutions, those that proved tBkmes to be determining factors for
improving student learning were gathered, suchrafesgsionalization of teachers, access to
pre-school education and the possession of textijdokmention just some examples.

The successful individual experiences producedpegialized research may be understood as
floating signifiers enunciated in a chain of eqléveies that condensed the meaning of
educational quality proposed by each organizatimh eventually gave form to aniversal
Thus, the content of thigniversalhas as a reference point a seriepaticulars that, when
enunciated, give meaning to the focal point of iyabr, stated differently, in order to
understand the meaning of educational quality wetmefer to the series of academic studies
and the particular contributions that in the desadé the eighties and nineties offered
elements and proposals intended to remedy eduehtideficiencies in the so-called
“developing” countries.

Besides tracing the particulars or floating signii that were revisited in order to offer a
meaning for educational quality, another refergpaimt for understanding what is proposed
when speaking about this topic in internationalaoigations refers us necessarily to the
inclusion and exclusion of meanings, or more caetye of research studies. It is in this
operation of inclusion and exclusion of researcidisis where the nuances with regard to the
meaning of educational quality come in for eaclihef organizations because, although they
coincide in some sources, such as the works ofheett and Verspoor or Heyneman, we also
see that other research studies are taken up by aré of them, which explains the
interpretations that each organization offers fiar signifier in question. It can be pointed out
that the revisited results are due to the orgaioizat own conception with regard to its
interest in educational subjects, since the WoddkB(1994) prefers to focus on those works
that refer toproductive functionsUNESCO-OREALC (1992) adopts the experiences that
were successful at the classroom level; while ER&duides, in addition, approaches taken
from the social sciences, that is, humanistic, taehist, critical and indigenous approaches,
as well as adult education (EFA, 2004 35-38). Thhes, revisited organizationsope to
understand the concept “in all its complexity” arat only its “main manifestations”, because
although UNESCO focuses on the classroom, it dagscampletely leave out processes
occurring outside the school and that have to db aducational performance; while the WB
also does not completely leave out matters of gl development in the classroom, for
example.

However, it is not only through research in theh&s and nineties that we can understand
the emergence of educational quality, but rathe¥, must try to understand the need to
conduct such research, the motives that lead agesleand organizations to look for new

indicators for improvement of school performanckisThas to do with the representation of a

! For a detailed reference to all of the elemeras ¢ame to signify educational quality for eachf
international agencies, the reader may refer tamagter’s thesis “La calidad educativa entre lo glob
y lo local. El peregrinaje de un significante derpiud” [Educational Quality Between the Global and
the Local. The Journey of a Signifier of Fulfillmtg(@009) DIE-Cinvestav, where | show the meaning
that each one of them contained in the signifiequility, in addition to proposing the equivaleiscie
and differences they present in this construction.
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series of deficiencies in schooling at the elemgntavel that need to be remedied, and
especially with the change in priorities from theqtitative to the qualitative.

Structural Dislocation in the Educational Sphere: A International
Interpretation

As it is formerly mentioned, a major part of resfain the decade of the 1980s mainly, and in
the decade of the 1990s, had the explicit purpdésénding” the variables that would have
an influence on the improvement of student perfaxreain school, since there had been
growing debate regarding critical conditions in duicational sector at the elementary level
that required prompt attention.

The deficiencies and weaknesses of educationakrsgstin developing countries were
represented in different ways by international aigations. According to the World Bank,
some of the conditions in Latin America and theildzan (LA and C) at the time showed
that “in all countries in the region, primary edtioa continues to be affected by low
performance, high rates of repetition of grades emtinues to lag compared not only to
developed countries, but also to many Asian coesitwith similar per capita income” (WB,
1994, 17). In addition, this agency pointed outgegat length the limitations in teacher
performance, declaring that “students who entechieg have a low academic profile and
low socioeconomic status” (WB, 1994, 77), and teaichers were inefficient in organizing
the time spent on teaching; they used the samdidrzal methodology for all types of

students in any situation, and were unable to raairdiscipline in class (WB, 1994, 77-82).

Another critical situation observed by the Bankthe systems of LA and C were the
indicators and data gathered by the ministers afcaiibn, most of which focused on
obtaining information regarding quantitative madtén the educational process, that is,
number of students served, number of students gtadunumber of students failed, etc.
According to the organization, it was necessarybégin to place greater emphasis on
gualitative processes and indicators that wouldipgeoinformation regarding those elements
that would help identify the variables for effeetilearning.

For UNESCO-OREALC, critical conditions also existedelementary education, especially
with regard to the inequality with which educatiomached children. In their view, not
everyone had access to the same type of educaince students from impoverished
environments did not receive the same learning dppibies. Thus, the organization
described educational systems as promoters of aiggu

If one seriously considers the disparity of comati§ in which children of different
social groups go to schooal, it is evident that béag children of poor families and
deprived groups requires greater resources andteffo order to close the gap
between their own culture and the school cultug92] 32).

Along with the need to make the actions of educaligolicy more equal so that their

beneficial effects would have actual repercussionsthe populations most affected by
poverty, this agency placed one of the deficienrieducation on the indicators managed by
statistical systems, which were mainly relatedrubfems of coverage:

This type of information was a perfect respons¢htoneed to expand the systems,
when the main interest of countries was makingniegruniversal...today, when the

important things are the content and processeshef dducational experience,

information is required that shows how and how matidents learn (UNESCO-

OREALC, 1992, 25).
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Thus, in the face of a lack of policies that woaftectively reach populations characterized
as “vulnerable,” a compensatory scheme of focatimatvas proposed for the purpose of
concentrating certain programs and assuring thetisp resources reached these sectors of
the population traditionally identified in indigem® communities or outlying urban areas. In
the same manner, the lack of reliable data on howvimprove children’s learning and
educational results allowed the agency to compléngemntitative indicators with more
gualitative type variables.

For its part, in the cited documemhe Quality Imperativg2004), EFA also presented a
general view of instability where national policiae rebuked for focusing for decades only
on the quantitative aspect of education withoutingpkinto account factors that impact
educational performance. For this organization, itmgufficient allocation of economic
resources to the sector (presumably capable oflezEised by the external aid that this agency
coordinated); the lack of organization for the efffee use of time in the classroom, as well as
the unreliability of data provided by informatiogstems in the poorer countries, are all
factors that produce a situation that must be @raec

This critical situation can be seen as the imptied prompted the need for specialists in
education to carry out research in order to “détélee variables that could impact in
improving educational performance, that is, thosefacused primarily on quantifying the
number of students, schools, books, etc., but ratiat would show how books helped
students learn more; or how teachers could modiéywtays they interacted with children so
that they responded more adequately. It was pigcibe results of this “successful”
academic output that provided the factors thatpm@tiog to the analytical results, determine
educational results and effective learning, ortimeo words, these academic works provided
the elements that came to represent educationdityqgu&e can thus explain the extensive
output during the 1980s and 1990s that the orgaommgathered and condensed into their
own idea of educational quality.

In addition to the foregoing, this set of failuréstected in educational systems, this set of
deficiencies represented in the disorganizationtimie in the classroom, in the scarce
preparation of teachers, or in the poor effectigsna the “developing” countries systems for
gathering information, make up an overall critisglation from which it is possible to see
that current conditions no longer respond to thedeeof students and educational institutions
at the end of the 30century. All of these deficiencies make up a clafiequivalencies that
summarizes the need to change focus: it is no lfoageugh for children to enter and leave
school; what now must be assured is that thesdrehilreally learn in their passage through
it.

The Repercussions in México

In contrast to international organizations, whictpleitly recognize that they revisit the
results provided by research studies from 1980 80 to establish their own concept of
educational quality, a similar process is not sm@&wu on the national level; nevertheless,
what we can observe clearly is a transference efntleanings used by these organizations
frames of reference to the proposals in Mexicarcational policy.

A major part of the elements proposed in the docusef the World Bank (1994),
UNESCO-OREALC (1992) and Education for All (2004¢ne taken up by the documents
that regulate national educational policy; but eatthan presenting the symbolic messages
forwarded from one context to the other, it is moseful for the purposes of this paper to
explain how the logic of the representation of agyelized crisis at the elementary level was
transferred to the national educational discours¢he case of the Acuerdo Nacional para la
Modernizacion de la Educacion Basica (ANMEB, 199Rational Accord for the
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Modernization of Elementary Education] it is deeththat “there is a clear consensus on the
need to transform the educational system. Thisaba®mand, widespread both across the
country’s geography as well as among sectors aéggas for quality education” (ANMEB,
1992, 55).

In addition to the foregoing, the Accord describesespecially critical the working conditions

of teachers; the centralized organization of thecational system; as well as “deficiencies”
in the curricula and study programs at the timeusTtithe Accord proposes to remedy the
deficiencies in the educational sector through goedi for the training of teachers,

decentralization and changes in curricular content.

In the Programa de Desarrollo Educativo 1995-20BDH) [Program for Educational
Development] it is declared that “although histatiprogress has been enormous, elementary
education has still not reached everyone” (PDE,5192) and mentions especially the
backwardness prevalent among the Indian populatiogrant day-laborers and residents of
marginalized urban areas. In consonance with thé1BR, signed three years before the
presentation of this program, centralized orgarorat exhibited as the factor responsible for
the inadequate attention to the specific needegibns and of the country’s diverse social
groups.

In the case of the Programa Nacional de Educaddfr@i-2006 (PNE) [National Education
Program 2001-2006], the need for greater equalitboray the most impoverished and
marginalized populations in the educational proeessigrant, indigenous and marginalized
children— is repeated once again. Following therseuinitiated by the ANMEB, the
program also establishes the need to promote mifeetiee management, emphasized
especially in the dynamic of social participationthe school. In addition, PNE establishes
that “in the scenario that is taking shape, it Wil necessary to open an extensive debate
regarding the role of new technologies...tending tawhe definition of a national policy
that will allow for orienting the potentialities oiew technologies to the benefit of education
and national development” (2001: 36); this exgdlciproposes the need to discuss and
incorporate the new Information and Communicaticechinologies (ICTs) to satisfy the
demands of the 2%century.

These broad outlines, in which the critical comis and deficiencies of the national
educational system are recognized, summarize iarticplar evolutionary interpretation the
relationship between quantity and quality.

From Quantity to Quality: Establishing the New Mythical Space of
Representation

In this section it will be firstly considered thentérpretation of the quantity-quality
relationship presented in the mentioned internaticorganizations, and then show the
specificity that this interpretation acquired ia ttansference to México’s context. This will
allow me to present the central argument of thisepathe emergence of a new mythical
space of representation that purports to remedyléfieiencies in the educational sector that
drew attention during the last decades, and tigiracterization as hegemonic imaginary.
The World Bank document that | have been workindpwhiroughout this paper states:

The countries that still do not have a sufficieniniber of places in primary education
are Haiti, the Dominican Republic, El Salvador &uhtemala. With the exception of
isolated rural areas and certain outlying urbaregpthe rest of the countries in the
region have achieved the quantitative goal of hgsnofficient physical places in

primary education to tend to the school-age pomrgiVB, 1994, 17).
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In addition to the foregoing, it declares that doies in the region are immersed in a
transitional demographic dynamic, in which the sdkage population, between six and
twelve years, will tend to show a reduction in gtowates, so that the demand for this
educational level will contract progressively. Thigiven that the cumulative deficit will be
less pressing, perhaps it will be possible to famusgjualitative aspects” (WB, 1994, 9). So
the agency believes that once the goal of unive®atrage has been achieved in most of the
so-called “developing” countries, it is possiblefoaus attention on the qualitative aspects of
the system, on learning and on the functioningchbsls, in other words, on the educational
quality. In the same way, UNESCO-OREALC coincideghvthe Bank in that the new
priorities demanded by the context at the end ef 28" century and beginning of the 21
cannot be resolved with simple universal accefdg@lementary level:

When the goals of coverage and universalizatioerdafcation at the primary level,
which concentrated attention and efforts in the0k9Wwere achieved to an important
degree, concern for insuring that students actuallyned what the school tried to
teach them began to emerge naturally. More thamggthirough school, there begins
to be interest in students obtaining good levelpaformance during the period in
which they remain in school. This change of inteneghe planners determined that
the central issue during the decade of the 80stheaseed to insure that the school
provides the student with optimal conditions foarleing and the question of
educational quality emerged linked to this needs kvident that the idea of quality
appears only when the goals of expanding access baen fulfilled (UNESCO-
OREALC, 1992, 33-34).

The conditions that produced the change of goats the quantitative to the qualitative have
to do, then, with the so-called “demographic tréosj” which projects a reduction in the
population demanding elementary level educationwa$f as fulfilment of the goal of
universal coverage, which reveals the system’scigfties in the face of demands for
“effective” learning.

In this same vein, the EFA document states thaticetion is a set of qualitatively defined
processes and results. The number of children edmlis, by definition, a secondary aspect:
the satisfaction of filling spaces known as ‘scisba@lith children does not even respond to
guantitative objectives, unless effective educaisomparted in the classroom” (2004, 31). A
progressivism logic underlies the three proposalich presents educational processes as if
they were being improved with the passage of tiae, if we were immersed in a
predetermined history and in an ascending race gh@ahises access to perfection in the
future. This transference from one state to andtioerefer to it in some way) is even alluded
to in UNESCO-OREALC as “natural,” losing sight diet historical dimension that has been
distilled around educational processes throughog. t

This evolutionary type of interpretation has bemmsferred to the national context to such a
degree that it is included in the documents thgiilege educational policy, not without being
assigned new meaning beforehand, according to peeif& needs of our country. The
ANMEB, for example, declares that:

From 1921 to date, notable progress has been madwerage: the average level of
schooling has gone from one grade to six [...] aidento demand at the primary
school level is around 90 percent [...] Despite thivamces, the challenge of
educational coverage persists [and] the qualitglementary education is deficient”
(ANMEB, 1992, 56-57).

In the case of the Mexican interpretation of theade of the 1990s, although it was
recognized that the state had endeavored to pravitigh level of coverage throughout the
20" century, it was asserted that there were stileniably discouraging conditions that were
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not allowing universal coverage at the elementarmell This condition was that the most
impoverished and marginalized populations were dé&it without access to education and
this did not allow coverage to be achieved one hethgbercent. For the ANMEB, and later
for the PDE (1995-2000) and the PNE (2001-2006yel§ this situation was to be corrected
through compensatory policies that concentratedaesdinary resources and “efforts” on
those populations that represented the obsta@ei@ving the quantitative objective. It was
precisely the most impoverished sectors or thossidered as “minorities” or in “special”
conditions, such as child day laborers, indigengnagips or those who live in marginalized
urban contexts, which became the center of attentioorder to be able to speak of universal
coverage, these underprivileged groups had to bered entry into school. This is being
carried out under the criterion of “equality,” whigvas strongly tied to quality in the national
educational framework, as is evidenced by the Walig quote: “The challenge for
elementary education continues to be coveragealmmg with quality [...] coverage and
guality are intimately linked. Both combine to amke greater equality” (PDE, 1995, 30). In
the same manner, the PNE considers the challengeadity along with equality, although in
this document the need to switch educational oljestfrom universal coverage to quality is
more strongly emphasized:

For decades, national population growth forcedsifstem to work overtime to attend
growing demand for elementary education servicekdfforts were concentrated on
accelerated construction of schools, massive ptamuof free textbooks and training
or preparation of teachers [...] Today, elementarycatdon has been has been made
the responsibility of the states and the populatdmse age would be suitable for
studying this type of education has stopped growivigch represents an opportunity
to concentrate national efforts on improving thalu of services and differentiated
attention toward vulnerable groups (PNE, 2001, 111)

The deficiencies and critical situation of the eatignal system presented in the previous
section—the effects of the “demographic transitiam"which the base of the population
pyramid tends to become more and more narrow, ¢hesting less demand for elementary
level education; as well as the end of the goaini¥ersal coverage due to its supposed recent
completion, constitute conditions that favor thieipretation of a new horizon of fulfillment.

It was from the APD categories that educationalityuavas interpreted as the new mythical
space of representation, where the subjects aitedhto see themselves in a more perfected
fashion. In Laclau, the myth emerges in structdrslocation: “the work of the myth consists
in closing a dislocated space by constituting a space of representation” (1990, 77). When
documents from international organizations and fidexican educational policy establish
that elementary education is in critical conditiare can observe a structural dislocation in
this diagnosis. A whole series of deficiencies bithil in the last decades of the"2fentury
form a chain of equivalencies that come to a fquwaiht in universal coverage, which
concentrates the representation of all the natiamal international insufficiencies in the
educational sphere, because although it is sthegdive have almost achieved the goal of one
hundred percent access, it is asserted at the tsaméhat it is not enough, that it is no longer
a challenge to be achieved, that it is not enobghdhildren enter school, but that there must
be a guarantee that they actually learn in thessage through the classroom. This constitutes
sufficient reason to switch priorities to a new hgal space where we can represent our most
ambitious desires: educational quality.

A new myth does not begin from scratch, because dissatisfaction with and the
insufficiency of the actions focused on attendingthe quantitative aspects of education
constitute precisely the possibility for the emergge of a new restructuring myth, as well as
the raw material from which the promise of fulfibmt of the emerging myth will be
extracted. The quality myth gathers the shredshef iroken down dominant structural
objectivity and rearranges them in a new meaningus] the goal of coverage is not
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completely left aside, since it is now enunciatkehg with the criterion of equality to occupy
its place as one more element within the signifyghgin of the new myth of quality, so that
coverage continues to be a need, but only linkestjt@lity.

Laclau also posits that “what the mythical spacepisosed to is not the ‘structurality’ of the
new dominant structure, but rather to the de-stirugy effects that distort the latter” (1990.
78). In the presented case, educational qualitys doet deny the importance of the
guantitative goal of coverage nor of the measuwksr throughout the century to try to make
it universal. What the myth of educational qualdiymes to question is the relevance of
continuing to regulate educational policies throtigd central theme of coverage now that—
supposedly—almost one hundred percent of the @nldhose age makes them candidates to
enter the elementary level have gained accedsoltaestions that information systems focus
only on quantifying the number of schools, studesmtsl teachers, instead of generating
information and data about the factors that imgactmproving student performance; it
guestions, in short, that having focused actionsddong time on the goal of universality has
contributed to putting aside other equally impotrtaucational factors. The new myth tries to
fix these deficiencies from two angles, each onevbich satisfies its functions: offering
literal content or exalting its sense of fulfillmen

With the emerging myth of educational quality astarting point, indicators or variables are
offered in order to understand what is being san@mwspeaking about educational quality,
that is, the myth can express a concrete andllitergent. We will clarify with an example:
as we saw in the first part of this paper, intdomal organizations supposedly offer a
meaning for educational quality in each one ofrtdecuments; indeed, the objective of each
one of the texts was to offer countries a seriesdicators or variables that, according to
educational research in the 1980s and 1990s, hadkgrtheir effectiveness for improving
education. Thus, each one of the organizationsepted a certain meaning for educational
guality. Many of these meanings were transferreithéonational sphere in the documents that
regulate Mexican educational policy, where we ca@ what is being said when speaking
about educational quality.

But the myth also has the function of offering asse of fulfillment aside from any other
explicit meaning. According to Laclau “in many castie discourse of a ‘new order’ is
accepted by numerous sectors, not because thepaatieularly attracted to its concrete
content, but rather because it is the discoursnajrder, of something that is presented as a
credible alternative to the generalized crisis ailocation” (Laclau, 1990, 81-82). It is
precisely this function of the emerging myth of eafional quality that is being exalted today,
that is, presenting itself as pure fulfilment; @agpromise of a better future; as the series of
measures that will repair a critical situation tésg from having focused solely on questions
of coverage; as a response to the new demandsagesén the context of the end of thé"20
century and beginning of the 21

Thus, when the function of metaphorical representatf fulfilment is exalted more than its
literal content, the myth becomémaginary, and it is precisely this function which has
prevailed in the most widely shared usage of edutalt quality.

Educational Quality as Hegemonic Imaginary

During the last two decades the idea has been tigrritiiat educational quality is good,
beneficial, desirable, that it will compensatealt insufficiencies, rectify errors of the past
and improve elementary education. The need to presegrand, all-encompassing project
where all the expectations of what can be achiavélde educational sector may be deposited
is possible thanks to the radically ambiguous angdtg nature of the signifier chosen for this
purpose, for although in different projects andutoents the intent is to offer a positive idea
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of the variables and indicators that are positeém$peaking about it, the exaltation of the
sense of fulfilment above and beyond any spea@iotent has made it possible to situate
itself as the core idea of policies and programshen sector. There are many examples in
México: the Programa Escuelas de Calidad (PEC)I[@uchools Program]: the Alianza por
la Calidad de la Educacion (ACE) [Alliance for Qalin Education]; even the Programa
Cubano-Oaxaquefio de Mejoramiento de la Calidad &hacen Oaxaca (Meceoax) [Cuban-
Oaxacan Program for the Improvement of Educati@nallity in Oaxaca, México]; quality as
the centerpiece of political party proposals; akgan in ads for private schools, etc.

The peculiarity of this signifier is its ability wonvey almost any desire we deposit in it, and
it is its position as imaginary that has allowedoitencompass different types of demands,
from different points of view, from different sulbjs, so that it has become generalized as the
great educational demand of the moment.

Final Reflections

In conclusion, | will present the relevance of @epg this paper with the tools of Political
Discourse Analysis.

Although | assume that all research work must go ietail with primary sources, my
epistemological position allows me to propose thase cannot be treated as documents that
hold the truth: that is, the documents do not spieakthemselves. Working from this
perspective recognizes mediation between the axdsthe researcher’s reflections, so that
the resulting object of investigation constitutepaasible construct—among many others—
with regard to the same subject. The theoreticallehconstitutes a flexible framework of
tools or, to put it another way, a telescopic lrnm which we observe a disorganized set of
objects: to observe them close up does not meanawdouch them immediately and thus
have access to all of their determinations. Thetnizg this lens can offer us is to get closer
to the object, which will permit us to say somethabout it and organize it in such a way as
to make it intelligible. In this sense, | concekrewledge as a construct of the researcher, but
always in consonance with a relationship of tendietween the indispensable empirical
model and the logic of intellection that makesadsgible to give the object coherence, in my
specific case, the theoretical contributions thatken PDA possible. So, in summary, it
allowed me:

1. To trace the meanings of educational qualityluseinternational organizations from
the particular-universal relationship, and of thaating signifiers that, articulated,
distilled in said signifier.

2. To understand the operation of inclusion andusian in research studies that gave
educational quality content in the case of eacériational agency, which made it
possible for me to observe the specificities anénees in the interpretations
proposed by each one.

3. To understand the process of the emergence ofaédnal quality from the
interpretation of a generalized crisis in educatiosystems, particularly at the
elementary level.

4, To interpret the change in priorities in the pdetion of the coverage myth and the
emergence of the new restructuring myth of edunatiquality.
5. To present educational quality as an all-encasipg, radically ambiguous and

empty hegemonic imaginary—and for this same reapmguctive—that has been
widely generalized in educational contexts and heen transferred by multiple
actors given its presentation as a promise ofltiukint that will remedy educational
insufficiencies at the elementary level.
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